e opinions of general education secondary school teachers in seven select schools involved in a pilot inclusive education program in the Northwest Region of Cameroon were sought. e findings reveal that most teachers in Cameroon still prefer separate special education institutions to inclusive ones. ese conclusions contradict earlier research which showed that resistance to integrated classrooms was emanating from beliefs and customs. Teachers with some training on teaching students with disabilities and more experienced and highly educated teachers were more supportive of inclusive education indicating that resistance to the practice is linked to inadequate or complete lack of teachers' preparedness. Younger, less experienced teachers with no training in special education indicated less enthusiasm regarding the benefits of inclusion, their ability to manage integrated classrooms, and teach students with disabilities. e implication of these findings for future research, institutional support systems, institutional policies, and overall instructional leadership is discussed in this article.
Introduction
In Cameroon, the introduction of inclusion in schools as a solution to meeting the needs of students with disabilities has faced a lot of setbacks since the country's official embrace of the concept in the early 1980s.
e pace of implementation of inclusive education reform has been slow despite the Cameroonian government's signing of treaties and legislation [1] aimed at promoting inclusion in all primary and secondary educational institutions. e government reinforced its commitment to promote inclusion in schools by signing the UNESCO Salamanca Statement which acknowledged that many countries, including Cameroon, had "well-established systems of special schools" for individuals with specific impairments which also could represent " a valuable resource for the development of inclusive schools" [1] . e inability to establish effective inclusive schools has not been unexpected because the policy of inclusion can only be effective if regular school teachers embrace the practice and if schools are have essential resources such as self-contained classrooms, resource rooms, trained teachers, and paraprofessionals needed to provide vital support to students grappling with learning. Indeed, many experts have suggested that the success of inclusion depends on the knowledge, instructional skills, and especially on the attitudes and beliefs of general education teachers toward the inclusion of students with disabilities [2, 3] .
Special education is best managed when qualified teachers and related service personnel are available. is ensures proper identification, development of individualized education programs (IEPs), and their implementation and evaluation. Academic achievement for the students is better promoted when IEPs are established taking into consideration not only the degree of impairment but also the temperament, cognitive abilities, personality, and experience of the learner [4] . ere are services aimed at prevention and treatment of impairments, the identification, and referral of students with special needs at the level of schools are almost absent in Cameroon [5] . e absence of training programs for special education professionals such as teachers and paraprofessionals, in tertiary educational institutions, has resulted in acute shortages of qualified personnel.
It is not enough for teachers to have a willingness and predisposition to embrace inclusive education practices. Also, it takes more than the signing of decrees and accords by public authorities. Only a conscious and unwavering public policy of investing in the training of teachers, paraprofessionals, and in essential amenities and resources can make a difference. is study sought to find what the biggest stumbling blocks are to the functioning of inclusive schools in Cameroon, from the perspectives of the teachers regarding the concept of inclusion, benefits of inclusion, and their ability to manage inclusive classrooms and teach students with disabilities.
e first organized practice of inclusion in Cameroon, which is the source of the quantitative data used in this study, was initiated in select secondary schools involved in the SEEPD pilot inclusive education program in the Northwest Region of the country [6] . Schools in Cameroon have provided accommodation to students with disabilities, in varying degrees, depending on institutional means, mission, and vision. Most schools providing services to students with mild to moderate visual, auditory, and orthopedic disabilities since independence have been parochial schools.
e Socio-Economic Empowerment of Persons with Disabilities (SEEPD) program was the first inclusive education program of its kind, involving a wide range of public schools in a region of the country.
Historical, social, and cultural factors have impacted both the treatment and education of persons with disabilities during the precolonial, colonial, and postcolonial periods in Cameroon. Several years after independence, the main education stakeholder, the government, has not treated educating students with special needs as a priority. Children or persons with disabilities are still perceived, treated, and officially labeled as "handicapped persons" and are admitted into private and government-run institutions often called "Centers for Handicapped Persons" or "Rehabilitation Centers" [5] . Despite Cameroon's signing of the Convention on the Rights of the Child, much remains to be done in the area of special education. e government does not have standards in place to handle the training of personnel working with persons with disabilities [5] .
ere are no established procedures for the identification and management of students with disabilities in the country's education system. Integration, which is the same as mainstreaming in the Cameroonian context, was officially embraced following the enactment of the 1983 and 1994 laws, stipulating the inclusion of students with special educational needs (SEN) in the general education classroom [1] . ese legislations stipulated multidimensional support for schools, special pedagogical assistance, the training of specialized staff, and the development of curriculum materials for special education.
Purpose
e implementation of legislations on inclusive education in Cameroon has been stalled by factors that this study sought to investigate. e complicated management relationship between the government ministries involved in the training and education of persons with disabilities-Ministry of Social Welfare, Ministry of Basic Education, and the Ministry of Secondary Education-has not helped the situation. e question of which ministry is responsible for the running of what aspect of special education remains largely unanswered. Until recently, there has been a complete lack of special education programs in teacher-training colleges and an absence of a strong special education component in professional development programs in schools. Also, most schools do not have the assistive technology needed and have not been able to accommodate or modify the curriculum to cater for the needs of students with disabilities in the general education classroom [7] . A few schools, mostly Church schools, have managed to accommodate a very limited number of students with mild to moderate disabilities in the general education setting. is effort has often been carried out with very rudimentary or basic resources [6] [7] [8] .
is study sought to investigate attitudes held by general education teachers toward students with disabilities in a pilot inclusive education program in Cameroon.
e study also sought to know if there is any relationship between teachers' gender, age, the level of education, the number of years of teaching experience, experience teaching in the inclusive classroom, experience in teaching students with disabilities, and their attitudes toward inclusive education.
Research Questions.
e study sought to answer the following:
(1) What are teachers' attitudes toward inclusive classrooms with regard to their perceptions of (a) the benefit/outcomes of integration, (b) their ability to manage integrated classroom management, (c) their ability to teach students with disability, and (d) their overall attitude toward the concept of education? (2) Are teachers' attitudes toward inclusive classrooms affected by their (a) gender, (b) age and level of education, (c) teaching experience, (d) experience teaching in the inclusive classroom, and (e) training in special education? (3) What are the implications of teachers' attitudes for instructional leadership at the following levels: (a) national, (b) regional, (c) intuitions, and (e) SEEPD pilot inclusive program?
Method
A quantitative nonexperimental descriptive survey research design was used in this study. 
Participants.
e survey was distributed to 400 teachers who were not only reachable but very willing to participate in the study. Of the convenience sample of 400 teachers who completed the survey, 348 returned their questionnaires. Due to a significant number of omissions on 2 of the 348 returned surveys, 346 scannable surveys were included in the study, representing an 87% return rate. is convenience sample represented a population of about 1200 full-time state-licensed teachers [9] Regarding the specific experience of teaching children with special education needs (disabilities), 185 teachers (53.5%) said that they had experience teaching students with special education needs and 161 (46.5%) had no experience teaching students with disabilities. Most of the teachers (81.5) said that they did not have any training on how to teach students with special needs while only 18.5% stated that they had received training in special education.
Considering that the location of the SEEPD experimental inclusive education program is in the Englishspeaking part of Cameroon, only 25 teachers (7.2%) said that the language of instruction they used in class was French while 273 (78.9) used English as the language of instruction. On the other hand, 48 teachers (13.9%) would use both languages interchangeably in their classrooms.
Procedures.
Participants were distributed the survey during staff meetings in the presence of the researchers' representative who explained and clarified details. To initiate the process of data collection, a letter requesting the principals' permission to disseminate the surveys was sent to the Regional Delegate of Secondary Education for Northwest Region. Data collection was launched once the permission was received. All respondents in the survey received a cover letter and the survey form, which was assigned a number. Completed questionnaires were collected by the school principals and sent to the researchers via their representative. With the assistance of the researchers' representative and principals of participating institutions, the whole data collection process took about one month. At the end of the data collection, the researchers' representative shipped the completed surveys.
Instrument.
e Opinions Relative to the Integration of Students with Disabilities (ORI) developed by Antonak and Larrivee [10] was used to collect data. is instrument is a revised and upgraded version of the Opinions Relative to Mainstreaming Scale created by Larrivee and Cook [11] . is earlier version of the instrument was used to investigate teachers' attitudes toward mainstreaming students with disabilities into general education classrooms. ORI is a 25-item instrument with six possible responses ranging from (−3) I disagree very much to (+3) I agree very much.
e ORI was used to measure general education teachers' attitudes toward the inclusion of students with disabilities in the general education schools in the Northwest Region of Cameroon.
e questionnaire is made of two sections. e first section consisted 25 items, and the second section comprises 7 demographic questions on their gender, age, level of education, years of teaching experience, experience teaching in inclusive classrooms, and training in teaching students with special needs.
e first section of the instrument has questions that require the participants to indicate their level of agreement or disagreement to the items on the 6-point Likert-type scale. Respondents were asked to choose from the following options: 1 (strongly disagree), 2 (disagree), 3 (not sure but tend to disagree), 4 (not sure but tend to agree), 5 (agree), and 6 (strongly agree).
Results

Research Question 1.
Teachers' attitudes toward the concept of inclusion (COI) were considered to be negative, M � 3.07 and SD � 0.91 with about 51.00% of teachers preferring inclusive schools as opposed to separate schools for students with a disability. A majority of teachers, about 73.83%, thought that inclusive education could have some beneficial outcomes (BOI), M � 4.28 and SD � 0.68. About 61.50% of teachers, M � 3.68 and SD � 0.60, showed positive attitudes toward integrated classroom management (ICM). Most teachers, about 58.12%, had negative attitudes about their perceived ability to teach (ATT) students with special needs, M � 2.55 and SD � 0.95. Table 1 presents a summary of the descriptive statistics of the four variables measuring teachers' perceptions of inclusion-benefits of inclusion (BOI), integrated classroom management (ICM), perceived ability to teach (ATT), and perceived concept of inclusion (COI).
e findings suggest that even though teachers were very supportive of the benefits of inclusion, M � 4.28 and SD � 0.68, they would still prefer to have separate schools or classrooms for students with disabilities or special educational needs as shown by their perceptions of the concept of Education Research Internationalinclusion, M � 3.07 and SD � 0.91. Previous studies have also indicated general education teachers' discomfort with the concept of inclusion [12] [13] [14] . On the other hand, Tindall et al. [15] reported a positive change in attitudes and perceptions toward both the idea of inclusion and working with persons with disabilities in Ireland. is finding indicated the possibility for change in attitudes overtime, especially when there is a more concerted effort to promote inclusion through education investment, education training, and sensitization.
Teachers' preference for separate classrooms for children with disabilities is also congruent with the low selfevaluation of their ability to teach students with disabilities. Only 41.88% of teachers thought that they had the ability to teach students with disabilities, M � 2.55 and SD � 0.91.
ese findings are congruent with Arrah and Swain [16] who found that general education teachers in Buea, the Southwest Region of Cameroon, needed training to work with special needs students. Other studies have also confirmed that teachers become significantly more accepting of inclusion in schools when they participate in teacher preparation programs and in-service training that combine general and special education curricula [17] [18] [19] . e lack of support for the concept of inclusion was affirmed by teacher's belief that the integration of students with disabilities cannot be beneficial for students without disabilities, M � 2.15 and SD � 1.35. Only 42% of participants thought that integration of students with disabilities can be beneficial for students without disabilities. However, more than an average number of teachers were positive about their abilities to manage integrated classrooms (ICM), M � 3.68 and SD � 0.60 (Table 2) . is finding seemed contradictory to teachers' claim that they did not have the ability to teach students with disabilities. However, considering that the participants in the study were teachers in the SEEPD pilot inclusive education program, it is understandable that most of them might have taken part in some of the training workshops on integrated classroom management offered in schools participating in the pilot program [6, 8, 20] . is consideration led to the conclusion that even though teachers recognized the fact that brief training workshops give them an important head start in inclusive education, they still need to receive formal training in inclusive education and special education to cope with the demands of the classroom [8, 17] . In the 1983 law number 83/013, the government of Cameroon legislated support for the education of children with disabilities and their integration in public general education schools.
e law also contained provisions for various grants to support special education schools, special pedagogical assistance, training of the specialized staff, and the development of the adapted curricula. e findings of this study and previous studies concur that there have been serious issues with the application of the 1983 law and other recent government executive orders such as the joint circular letter no. 34/06/LC. e executive order (joint circular letter no. 34/06/LC) was signed on 2 August 2006 by the Ministers of Secondary Education and Social Affairs. Its aim was to facilitate the enrolment of children with disabilities or born to poor persons with disabilities, in public secondary schools [8, 16] . is study reveals that the training of teachers in special education remains a huge hindrance to the implementation of special education laws. Only 64 out of 346 teachers said that they had received training in special education.
e support for inclusive education was significantly stronger among teachers who had trained in special education, M � 3.76 and SD � 0.52, as opposed to those who said they had no training, M � 3.68 and SD � 0.46. e results depict that teachers were more likely to be supportive of inclusive education if they had training in special education as opposed to those who did not have any training.
One of the biggest challenges of inclusive education remains the shortage of trained teachers. e local Higher Teachers' Training College located in the SEEPD pilot inclusive education program constituency at Bambili recently initiated a course in IE for guidance counselors and intends to move further to extend this training to classroom teachers [8] . ese are timid moves that will not lead to any significant difference in teacher readiness for inclusive classrooms. However, it is a vital initiative that must become more elaborate and consistent.
e local training schools and universities need to put in place teacher education programs that have a strong special education component [17, 18] . e belief by 58.12% of teachers that they did not have the ability to teach students with disabilities is not only indicative of teachers' need for training but also an indication that there is still an acute lack of resources to support special education and the teaching of students with disabilities (Table 3 ). e shortages of trained teachers and resources, unfortunately, remain serious, 32 years after the country of Cameroon introduced legislation containing provisions for various grants to support special education schools, special pedagogical assistance, training of the specialized staff, and the development of the adapted curricula [21] . According to the Disability and Rehabilitation Team [5] , the acute shortage of resources for special education in Cameroon has not provided a much-needed springboard for the development of inclusive schools. e policy of inclusion can only be effective if regular schools are equipped with facilities, such as self-contained classrooms, resource rooms, trained teachers, and paraprofessionals, needed to provide vital support to students grappling with learning [2, 3] . Indeed, many experts suggest that the success of inclusion depends on the knowledge, instructional skills, and in particular on the attitudes and beliefs of general education teachers toward the integration of students with disabilities [2, 3] . is study affirms that teachers' ability to teach students (ATT) with disabilities, M � 2.55 and SD � 0.95, is still highly negatively impacted by the lack of knowledge and instructional skills in practice such as differentiated instruction, universal design for learning, and response to intervention, which in turn influence their beliefs and attitudes.
Even though evidence regarding gender as a factor affecting teachers' attitudes toward inclusion is inconsistent, the findings of this study indicate that teachers' gender significantly affected their perceived benefits or outcome of inclusion (BOI) for students (p � 0.014 and η 2 � 0.017). Any suggestions about why males were more positive about the benefits of inclusion than females would be based on speculation. Findings from many studies [18, [22] [23] [24] confirm these inconsistencies, but it is hard to explain why males and females may see things differently on this subject. A historical and sociocultural analysis of the context may give clues that explain why female teachers were less positive about the benefits of inclusion than their male colleagues. While the results of some studies reveal that male teachers had more positive attitudes than female teachers, results of other studies indicate that female teachers had more positive attitudes toward inclusion [22, [25] [26] [27] .
Regarding age, older teachers tended to be more supportive of inclusive education than younger ones. is finding revealed that older teachers in general education schools engaged in the practice of inclusive education were not resistant to change nor did they have the tendency to want to preserve the status quo, as suggested by Clarke [28] .
e more positive attitudes shown by older teachers could be indicative of continuous exposure to the practice of special education, and ongoing professional learning opportunities had given them more ability to accommodate students with Education Research Internationala disability [29] . is positive attitude is also an indication of the importance of continual in-service training for teachers on the management of inclusive classrooms. ese findings do not concur with the conclusions of researchers who said that age did not influence teachers' attitudes toward inclusion [30] . Similarly, they do not concur with earlier findings that younger persons indicated more positive views toward the inclusion of students with a disability in the general education classrooms [31] . e higher the level of education, the more likely the teachers were going to be supportive of inclusive education.
is is congruent with most literature on teachers' attitudes toward inclusive education. Teachers with Master's or Doctoral degrees had significantly more positive attitudes than those with Bachelor's degrees when teachers' perceived ability to teach children with disabilities and their perceived concept of inclusion were examined. Dupoux et al. [32] found that teachers with a Master's degree had a more positive attitude toward inclusive education (M � 3.45 and SD � 0.61) than those who had less than a Master's Degree (M � 3.10 and SD � 0.49) on the attitudes of elementary and secondary school teachers. Moberg and Savolainen [33] conclude that teachers with higher qualifications have positive attitudes toward inclusion than teachers with lower qualifications. ese conclusions indicated the need for educational authorities in Cameroon to provide incentives for teachers to pursue graduate specializations in teacher education. e deduction here is that the more the teachers are educated, the more likely they will be exposed to training likely to improve their ability to teach students with special needs.
In a context like the one studied, where teachers agree that they need more training to have the ability to teach students with disabilities, it means that giving teachers the opportunity to get more training, do graduate programs, or take graduate level courses related to inclusive education would likely be beneficial. Also, supportive attitudes by teachers who said they had training in special education as opposed to their counterparts with no training indicated that the training of more teachers in special education can make a difference in the practice of inclusive education. It is the duty of inclusive schools such as the SEEPD program schools and educational authorities to recognize and respond to the diverse needs of students, ensure the accommodation of both different styles and rates of learning, and provide quality education to all through appropriate curricula, organizational arrangements, teaching strategies, resource use, and partnerships with their communities.
ese goals are accomplished by making sure that teachers receive quality training and are provided with the resources needed to work in inclusive classrooms [34] .
Teachers should not find themselves in a situation which demands that they look for information and resources needed for routine classroom activities [34, 36] . Rather, teachers should be provided all the support needed for them to embrace new inclusive education initiatives such as the SEEPD pilot program and other similar nascent initiatives in Cameroon. A review of teachers' needs is always very crucial because teachers' complaints about resources need "clarity about the nature of the resources required, and indeed why they are needed at all" [36] . Boyle et al. [37] had also argued that putting the wrong resources into the inclusive education environment without a clear and specific action plan could worsen teachers' output instead of improving it. In the context of Cameroon, it is necessary to be certain about what the exact needs of teachers are as well as the expectations regarding outcomes.
Several studies investigating teachers' attitudes toward inclusive education practices have concluded that teachers with more years of experience had a more negative attitude toward inclusion than teachers with fewer years of teaching experience [23, 25, 33, 38] [7, 8, 39 40] . e persistence of this lack of resources can lead to frustration among teachers, which might explain why these findings indicate that the more experienced the teachers became, the more likely they were going to be unsupportive of inclusive classrooms.
e Benefits of Integration (BOI).
Teachers' attitudes regarding the benefits derived from the practice of inclusive education were measured using items 3, 7, 11, 14, 17, 20, 21, and 24. Table 4 shows that the mean score for teachers' perceived benefits of inclusion was 4.28, and the standard deviation was 0.68. About 73.83% of teachers (respondents) reported positive attitudes about the benefits of inclusion or integration of special needs students in the general education classroom.
Integrated Classroom Management (ICM).
Teachers' attitudes toward the concept of integrated classroom management were measured using items 1, 4, 6, 9, 12, 15, 16, 18, 22, and 25. e attitudes mean score for this variable was 3.68, and the standard deviation was 0.60. Table 2 shows that 61.50% of teachers' attitudes toward integrated classroom management were positive. However, only 54.84% of participants thought that teaching students with disabilities is better done by special education teachers than by general education teachers.
Perceptions of Personal Ability to Teach Students with Disabilities (ATT).
Teachers' self-perception of their ability to teach students with special needs were considered negative; the mean score was 2.51, and the standard deviation was 0.95 (Table 3) . Items 2, 10, and 19 measured teachers' perceptions of their capacity to teach students with special needs. Only 41.88% of teachers showed positive attitudes 6 Education Research International regarding their personal abilities to teach students with disabilities, M � 2.51 and SD � 41.88 (Table 3) .
Perceived Concept of Inclusion (COI).
Teachers attitudes toward special education compared to inclusive education were negative, the mean score was 3.07, and the standard deviation was 0.91 (Table 5 ). ese perceptions, based on teachers' responses to questions 5, 8, 13, and 23, indicated negative attitudes by the teachers' idea of inclusion. About half the number of participants (51.00%) said they believed that inclusion would not be beneficial to both students with disabilities and those within the general education system, M � 3.07 and SD � 0.19 (Table 5 ).
Research Question 2.
e results indicated that participants' perceptions of inclusive education were significantly different by their gender, age, the level of education, teaching experience, experience teaching in the inclusive classroom, and training in teaching students with special education needs.
Gender.
MANOVA was significant by gender regarding teachers' perception of the benefits of inclusion (BOI) and integrated classroom management (ICM): Wilks' lambda � 0.969, F (4,341) � 2.709, and p � 0.030. Teachers' genders significantly affected their perceived benefits of inclusion (BOI) (p � 0.014 and partial eta squared � 0.017) and perceived integrated classroom management (ICM) (p � 0.038 and partial eta squared � 0.012). Male participants were more positive about the BOI and ICM than their female counterparts. Avramidis and Norwich [25] explained in their study that while the results of some studies reveal that male teachers have more positive attitudes than female teachers, results of other studies indicate that female teachers have more positive attitudes toward inclusion. e findings of the study by Jobe et al. [22] concur with the results of this dissertation but do not concur with the study by Leyser and It is not more difficult to maintain order in a general classroom that contains a student with a disability than in one that does not contain a student with a disability. [18] found that female teachers had more positive attitudes toward inclusion than male teachers. On the other hand, Avramidis et al. [30] found that gender was not significantly related to teachers' attitudes toward inclusion.
Age.
Overall attitudes toward inclusion indicated that older teachers tended to be accepting of inclusive education than younger ones. Older teachers showed more favorable attitudes toward inclusive education than younger teachers-the older a teacher, the more likely he or she was going to be supportive of inclusive education. Teachers 40 years old and above were more supportive of inclusive education than their younger colleagues, F (5,340) � 4.62, p � 0.00, and η 2 (effect size) � 0.064. According to the study conducted by Burge et al. [31] , younger teachers showed more positive attitudes toward including students with disabilities in the general education classrooms. According to the study conducted by Burge et al. [31] , younger teachers showed more positive attitudes toward including students with disabilities in the general education classrooms. Nevertheless, some studies have revealed that age does not influence teachers' attitudes toward including students with special education needs in their classrooms [30] .
Level of Education.
Attitudes toward inclusion on the basis of the level of education indicate that the more educated teachers tended to be more supportive of inclusive education than lesser educated ones. e higher the level of education, the more likely the teachers were going to be supportive of inclusive education, F (2,340) � 7.95, p � 0.00, and η 2 (effect size) � 0.044. ese results are conversant with those of Dupoux et al. [32] and Moberg and Savolainen [33] who concluded that teachers with higher qualifications had positive perceptions than those with lower qualifications.
Teaching Experience.
ere were significant differences in teachers perceptions on the basis of teaching experience in the following variables: BOI, F (6,34) � 3.90, p < 0.05; ATT, F (6,84) � 2.56, p < 0.05; and COI, F (6,34) � 3.94, p < 0.01. e results indicated that the three dependent variables were significantly affected by teaching experience because the effect size for these variables is considered to be large. Overall attitudes toward inclusive education on the basis of teaching experience indicated that teachers' support grew in the early years of their career (6 years to about 25 years), but the support steadily falls after 30 years of teaching, F (6,340) � 4.08, p � 0.001, and η 2 (effect size) � 0.067. [25] , and Taylor et al. [38] were contrary to those of this study in that teachers with more years of teaching experience were less supportive of inclusive education than those with fewer years.
Experience Teaching in the Inclusive
Training in Special Education.
Teachers' attitudes toward inclusive education affected their perceived concept of inclusion (COI), F (1,34) � 5.33 and p < 0.05. e overall mean score for teachers who said they had never received any training in special education, M � 3.68 and SD � 0.46, was significantly lower than the mean score for those who stated that they had received some form of training in special education, M � 3.79 and SD � 0.52. is means that teachers were more likely to be supportive of inclusive education if they had training in special education as opposed to those who did not have any training. O'Toole and Burke [41] in their study of preservice teacher attitudes towards inclusive education reveal that teachers were positive about inclusion accounted for by their higher level of personal efficacy and lower levels of concern.
Implications for Instructional Leadership
e findings of this study underscore the importance of instructional leadership to the implementation of any educational program that needs substantial investments in both human and material resources. Inadequacies in teachers' training on special education and inclusive classroom management could also be explained by serious weaknesses in instructional leadership in Cameroon. Cotton [42] argues that effective instructional leaders are intensely involved in curricular and instructional issues that directly affect students' achievement, especially the achievement of students with disabilities. is important role is not the sole responsibility of school principals. It extends beyond the principal to include other educational leaders-central office personnel (superintendent and curriculum coordinators), principals and assistant principals, and department heads [43] [44] [45] . In Cameroon, with a very centralized school system, the role of instructional leadership lies in the hands of the Ministers of Education, the Regional Delegates, the Divisional Delegates (superintendents), School Principals and Vice Principals, and Department Heads.
is system encourages an extreme form of bureaucracy that does not only make instructional leadership complicated but also riddled with waste and mismanagement. As a result, funding needed to implement important policy, finance important services, invest in teacher training, and buy essential equipment for inclusive classrooms is rarely available.
e findings of this study confirm this crude reality, which makes instructional leadership very ineffective.
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For instructional leadership geared at revamping the implementation of inclusive education to be effective, educational leaders at the national, regional, and district levels have to take charge of teachers' concerns identified in this study. Based on the findings of the study as reflected by teachers' perspectives on the practice of inclusive education in the seven selected secondary schools engaged in the SEEPD pilot inclusive education program, recommendations to revamp instructional leadership are grouped into eight main areas of concern. ese include (a) introduction of special education courses in teacher-training colleges, (b) ongoing professional development in inclusive education, (c) creation of special education programs in public and private universities, (d) adaptive curriculum development and dissemination, (e) training and recruitment of professionals and paraprofessionals, and (f) prioritizing new funding sources for inclusive education.
ese areas of concern can be taken care of by three levels of instructional leadership in the Cameroonian education system, namely, (a) national level (Ministries of Basic and Secondary Education), (b) regional level (regional and district (division) officials), and (c) intuitional level (principal, vice principal, and head of department).
Introduction of Special Education Courses in Teacher Training
Colleges and Universities.
is study revealed that the participants who are for the most part graduates from the government-funded teacher-training colleges were more supportive of inclusive education if they had training in special education (M � 3.76 and SD � 0.52) as opposed to those who did not have any training (M � 3.68 and SD � 0.46). Out of a total of 346 teachers who participated in this study, 18.5% of teachers said that they had received some form of training in special education while 81.5% said that they never had training in special education. Teachers' training in special education or lack thereof also influenced their perceived concept of inclusion. ey tended to be more supportive of the concept of inclusion as opposed to separate schools for students with disabilities when they had received some form of training in special education (M � 3.30 and SD � 0.88). Teachers with no training were significantly less supportive of the concept of inclusion (M � 3.0 and SD � 0.91). As a result, the government should ensure the introduction of special education courses in the three higher teacher-training colleges as well as in the universities of Cameroon e trained special education specialists can lead the effort of inclusion by providing coaching and counsel to their general education colleagues managing inclusive classrooms. Friend and Bursuck [46] conclude that the ability of general education teachers to accommodate students with special education needs is contingent on guidance from resource teachers or special education teachers who coordinate student services and IEPs (Individualized Education Programs) for each student with special education needs.
When more than 80% of teachers involved in a pilot inclusive education program say they have no training in special education, it is clear that something needs to be done.
ese conclusions fall in line with the findings of Tohnain et al. [20] who identify the absence of courses and programs for the education of people with disabilities in teachertraining colleges in Cameroon as a major drawback to the implementation of inclusive practices in regular schools. With no programs for special education teachers in government colleges and universities, it is impossible for government to lead in the promotion of special education and inclusion in schools. In a country where 90% of schools and colleges are owned and run by the government, it is logical for it to ensure that teachers and paraprofessional receive the training required to lead in their effort to promote inclusive schools.
e slow pace of the development of inclusive education schools in the country was not unexpected because the 1984 legislation instituting government aid to special education and the development of inclusive education also stated that the financing of inclusive classrooms will depend on the means available to the authorities [21] . is study indicates from its findings that for special education and inclusive education to work properly in Cameroonian schools, authorities have to prioritize its funding, including the unconditional provision of funds for teacher education, the creation of special education programs in colleges and universities, and the development of self-contained classrooms and instructional tools and resources.
Training and Recruitment of Professionals and Paraprofessionals.
e successful implementation of any inclusive education initiative requires the efforts of trained special education teachers and paraprofessionals. A good diagnosis, categorization, and accommodation of special needs students will only be possible when the Cameroonian education system has a reasonable number of trained special education professionals, including teachers, paraprofessionals, and related service providers. e results of this study indicate the shortage of special education professionals and by implication the absence of paraprofessionals. In a context where more than 80% of teachers have either had no experience in teaching students with disabilities or received any form of training on inclusive education, it is evident that there is a huge need to train not only special education professionals but also paraprofessionals. is is responsibility that educational leaders at the national level have led on by hiring and training not only general education teachers as in the current practice but also hiring and training special education teachers and paraprofessionals.
Breaking Cultural Barriers to Inclusive Education.
Literature on special education and the treatment persons with disabilities in Cameroon indicate that the negative attitudes toward the concept of education could also be attributed to factors such as cultures, norms, and traditions of Cameroon. e Cameroonian cultures, for the most part, see the bringing up and education of children with disabilities as the responsibility of the parent. is belief explains why the local cultures in Cameroon are both helpful and harmful to the condition of persons with disabilities. e Education Research Internationalstrong family support system within the communities compensates, to some extent, for the acute shortage of special education facilities. Tukov [39] asserts that children with hearing impairments, visual impairments, autism, mental retardation, and physical or health disabilities receive invaluable support from parents and family members. ere is always someone home to provide for their basic needs. Notwithstanding, it is important to help teachers move away from this mindset by helping them receive the right training and accept their role in the education of children with special needs, especially in inclusive environments. is can be done by developing special education programs with courses designed to improve sensitivities and increase tolerance and acceptance for persons with disabilities.
Ongoing Professional Development.
e significant difference in the support of inclusive classrooms between teachers who had had some prior experience teaching students with disabilities (M � 3.49 and SD � 0.54) and those who had no experience (M � 3.29 and SD � 0.53) shows a need for ongoing professional training. Effective instructional leadership with regard to ongoing professional development can be taken care of at the regional, district, and school levels. e superintendents and school principals can ensure that in-service training in inclusive education receives consistent funding from the budget they receive from government: the Ministry of Basic Education and the Ministry of Secondary Education. It is true that funds are considerably slashed by the time they reach the schools, but principals can make a difference by properly managing the insufficient funds they receive from government. According to Inclusive Schools Network [47] , the most critical role in successful inclusive schools is the role of the principal. ey purport that the school principal's active participation is the single most important predictor of success in implementing change, improving services, or setting a new course. e school principal is central to facilitating systemic change and leading faculty to adopt new attitudes and new practices [42] . It is the most direct instructional leadership likely to make a difference in the quality of teaching and learning of all children enrolled in inclusive schools.
ere is a strong need to institute and strengthen the special education component in professional development programs in schools. Even when teachers do not receive formal training in schools on how to manage inclusive classrooms, they can still become productive if given the chance to improve their knowledge and skills through short in-service training programs such as seminars and training workshops. e SEEPD program leaders seem to understand the need for professional development, which explains why they have come up with a plan to construct the first resource center in the Government Bilingual High School in Bamenda. is center will serve as a location for seminars and workshops and provide a library, ICT, Braille services, books, and equipment related to the education of students with disabilities [48] . Also, National and Regional Boards education could also institute required courses in special education as part of a teacher's preservice educational requirements. ese measures will provide teachers the basics as well as upgrade the skills of experienced teachers on contemporary issues regarding inclusive education.
Adaptive Curriculum Development and Dissemination.
For successful inclusive education to take place, teachers need to tailor the curriculum to suit the needs of all students. To achieve effective inclusion, it begins with good diagnosis and categorization of students with special education needs. Without clear categorization, the development and dissemination of curricula adapted to the needs of the students with disabilities become an uphill task. Findings of this study indicate an acute shortage of trained professionals who can ensure proper identification of disabilities as well as the development of curricula that can accommodate the students with various disabilities in general education classrooms.
Literature indicates that this can be done through the Universal Design for Learning strategy. It is a theoretical framework that guides the development of curricula that are flexible and supportive of students with special education needs [49] [50] [51] . e concept calls for the design of structures that anticipate the needs of individuals with disabilities and the accommodation of these needs from the onset [40] . Instruction is led at this level by department heads under the tutelage of principals and vice principals. e curriculum should be innately flexible, enriched with multiple media, so that the alternatives can be assessed whenever necessary. In order to ensure a successful design for structures that take adequate care of students with special needs of different categories, it is important to begin by creating a special workforce to analyze the current curriculum, in addition to the one that determines how to test and evaluate students with specific needs.
Prioritizing New Funding Sources for Inclusive
Education. Training of special education and inclusive education professionals in Cameroon requires much investment by government and other education stakeholders such as churches and local organizations. A major reason for the shortage of trained professionals could be the lack of funding for teacher-training programs, resources, and pilot inclusive education programs such as the SEEPD program. Mbibeh [8] points out that parents, teachers, and administrators are of the opinion that "low budgetary allocations are impediments to the implementation of IE" (p. 65).
Recommendations to the SEEPD Program Managers
e SEEPD program is not a sufficiently funded program. As a result, the program goals and capacity are limited by its means. is explains why the program covers only select schools in one of the ten regions of Cameroon. Based on the findings of this study, the SEEPD program leaders can do the following things to improve its implementation and scope: 
Recommendations for Future Research
e findings of the study show the need for further research in several inclusive education related areas, including the following:
(1) Studies that follow-up on the results of this study.
is study investigated the attitudes of secondary school teachers in a pilot inclusive education program. is pilot program covers both primary (k1-5) and secondary (grades 6-12) schools. It will be logical to suggest for two follow-up studies. e first of the two studies would investigate primary school teachers' attitudes in the same pilot inclusive education program.
(2) A second study could be done to compare primary school teachers' attitudes toward inclusive education with those of the secondary school teachers. Such a study will not only determine if the ages of students with disabilities influence how teachers perceive their ability to learn in an inclusive environment, but also if teachers' levels of education influence their perceptions since primary school teachers in the country are less educated-most of them are not college graduates. (3) e impact of the availability of resources. Teachers' abilities to teach students with special needs are largely affected by the availability of resources. Further research can be done to find out teachers' beliefs about the availability of resources and the usefulness of such remedies. eir opinions about the types of support needed and from whom they expect the support would constitute important informative data that could be used by educational stakeholders. (4) e influence of customs, traditions, and beliefs on attitudes teachers have toward students with disabilities and their inclusion in general education classrooms is still strong among Cameroonian K-12 teachers. An indication of this influence of this finding could be seen in the current study where 82.95% of teachers think that most students with disabilities will not be able to make an adequate attempt to complete their assignments. e perception certainly influences this mindset that persons with disabilities are "handicapped" individuals. A sociocultural investigation of the impact of culture on Cameroonian teachers' attitudes toward inclusive education in the 21st century can reveal salient barriers to inclusion that would otherwise be neglected. (5) A follow-up study that investigates whether or not teachers' levels of consent for inclusive education vary by the type of disabilities. is variation is likely an area of interest because the challenges of integration of students with physical disabilities would differ from those of students with emotional and behavioral disorders.
Summary and Conclusion
is study reveals that there is still a learning by teachers in Cameroon toward separate special education schools for children with disabilities. Another investigation on whether or not such a preference is dependent on students' levels of disability-mild, moderate, or severe-could be more revealing. SEEPD teachers' perceptions of the concept of inclusion (or special versus integrated general education) indicate an overall negative attitude toward inclusive classrooms [53] . With 58% of teachers thinking that the integration of students with disabilities cannot be beneficial for students without disabilities, it is clear that for inclusive education to be embraced, a concerted effort will be needed from all education stakeholders in Cameroon (Table 2) . It is even more of a concern when 60.67% of teachers think that most students with disabilities will not make an adequate attempt to complete their assignments in an inclusive learning environment (Table 5 ). e findings of this study point to the reality that the acceptance and growth in the practice of inclusive education in Cameroon remain challenging. e time it eventually takes to reach the ultimate goal, which is the total acceptance and effective implementation of existing inclusive education policies, will depend to a significant extent on the contribution of national educational stakeholders, including government, churches, private individuals, educational leaders, and teachers.
is study was conducted in general education secondary schools actively engaged in a pilot effort to introduce inclusive classroom practices in select bilingual secondary schools [53] . It is not certain what the level of acceptance of Education Research Internationalintegrating students with disabilities into the general education classroom would be if the study were carried out in schools not actively involved in the inclusive education initiative. Nonetheless, what stands out about the findings of this study is that most teachers showed negative attitudes about the success or outcome of inclusive education and indicated that the training they received in special education and inclusive education was not enough to ensure a successful integration of students with disabilities into the general education classrooms. ese findings support not only the rationale but also the urgent need for investment by all Cameroonian education stakeholders, especially the leading sponsor of education, the government, in the training of special education professionals in the country.
ese revelations also constitute a call for needed action from instructional leaders and higher education leaders who can make a difference by promoting professional development through seminars and workshops as well as creating targeted special training education programs in the various institutions of higher learning in the country.
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